The slogan &dquo;prevention works&dquo; has replaced the &dquo;nothing works&dquo; pessimism of the 1970s about delinquency programs. Recent reviews (Botvin 1990; Brewer et al. 1995; Dryfoos 1990; Durlak 1995; Eron, Gentry, and Schlegel 1994; Gottfredson, Sealock, and (Botvin, Batson, et al. 1989; showed that the positive effects generalize to African American and Hispanic American populations. Because research by Botvin, Renick, and Baker (1983) suggested that the effects of the program are sustained better when booster lessons are delivered in successive years, boosters were provided in each of the seventh-and eighth-grade ELF classes. 
317 strated in prior research to reduce problem behavior or its correlates. This study tested the transportability of these interventions into a more comprehensive program that could be implemented in a natural school setting as part of a school-based prevention demonstration.
THE PREVENTION PROGRAM ORIGINS
The program was developed as part of a districtwide school reform effort (Gottfredson, Gottfredson, and Hybl 1993) , and its assistant principal had been active on the district subcommittee that encouraged the project. PROGRAM 
RATIONALE
The centerpiece of the program was an emphasis on social competency development. A large body of basic research (summarized by Gottfredson et al. in press) has established a correlation between social competency skills and various forms of problem behavior across the age span. Gottfredson and Hirschi (1990) have integrated this extensive literature in a simple general theory of low self-control as a stable trait useful in the explanation of a variety of forms of crime and other problem behavior. Bandura's theory (1982) also emphasizes the importance of social-cognitive styles for explaining many behavioral outcomes.
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A number of programs to promote social competency have been developed and tested. These programs focus on developing a range of cognitive and behavioral skills necessary to cope with social challenges and integrate feelings, thinking, and actions to achieve specific goals. These skills include encoding relevant social cues; accurate interpretation of encoded social cues; generation of effective solutions to interpersonal problems; realistic anticipation of consequences of, and potential obstacles to, one's actions; translation of social decisions into effective behavior; and expression of a positive sense of self-efficacy (Elias et al. 1994) . Perhaps most important, these programs incorporate training for youths to stop when signs of an impending problem are recognized.
Studies of the efficacy of social competency promotion programs with early adolescents have demonstrated positive effects on problem-solving skills, prosocial attitudes, impulse control, sociability, delinquent behavior, and intentions to use alcohol and other drugs according to peer ratings, teacher ratings, and self-reports (Caplan et al. 1992; Weissberg and Caplan 1994; Weissberg and Jackson 1993) . Such programs have also been demonstrated in meta-analyses to be among the most effective approaches to delinquency and substance abuse prevention (Garrett 1985 ; Izzo and Ross 1990; Lipsey 1992) .
The theory underlying the program also implied that increased social bonding and school success would reduce subsequent problem behaviors. These personal characteristics have been linked in theory and research to problem behavior. Social control theory (Hirschi 1969) implies that weak bonds to the social order leave a person unrestrained from engaging in self-gratifying behaviors (e.g., delinquency, drug use). These bonds include attachments to school or parents, belief in the validity of laws and rules, and commitment to education or occupation. When these bonds are strong, the individual is restrained from misbehavior because he or she has much to lose.
Ample research relates measures of these three bond elements to substance use Jessor, Donovan, and Widmer 1980; Smart and Feger 1971 ) and delinquent behavior (Gottfredson 1984a; Hirschi 1969) .
Youths who are successful in school are more likely to refrain from misbehavior than are their less successful peers. Poor school grades have been shown to be related to self-reported delinquent behavior (Bachman 1975) , having a police record (Hirschi and Hindelang 1977) , engaging in serious juvenile delinquency (Rhodes and Reiss 1969) , and drug use (Jessor 1976; Kandel, Kessler, and Margulies 1978; Smith and Fogg 1978) . Accordingly, the program's theory of action (Gottfredson 1984b) (Botvin 1989) ) to reduce smoking and marijuana use among White youths in grades seven to nine. Additional research (Botvin, Batson, et al. 1989; showed that the positive effects generalize to African American and Hispanic American populations. Because research by Botvin, Renick, and Baker (1983) (Sharan 1980; Slavin 1980 Slavin , 1983a Slavin , 1983b . To promote the use of CL, all students were introduced to cooperative learning techniques in a series of lessons written by one of the school's teachers and included in the ELF classes at each grade level.
One-on-one tutoring was provided by adult volunteers and students from local colleges. Tutoring has been shown to be effective for increasing academic performance (Glass and Smith 1979) , and some research has shown it to be effective for increasing social competency, as measured by reduced peer rejection (Coie and Krehbiel 1984) . This service was intended only for students identified (using procedures described below) as at high risk. About half of the high-risk students were to receive regular tutoring throughout the school year.
Mentors provided prosocial adult models who were supportive and encouraged appropriate behaviors. School-based (LoSciuto et al. 1996) . And an exceptionally well-executed study (Tierney, Grossman, and Resch 1995) also showed that a highly structured Big Brother/Big Sister community-based mentoring model increased attendance and reduced substance use. The generalizability of this highly structured mentoring model to other school-based mentoring programs has not been established. In the present study, high-risk students were paired with teachers in the school who had volunteered to serve as &dquo;Academic God Parents.&dquo;
Mentor-student relations often involved tutoring, monitoring student progress, and sharing recreational activities.
For each program component, researchers and implementers jointly specified implementation standards (Gottfredson 1984b Table 3 shows the number and percentage of intended students who completed at least 326 Gottfredson, Gottfredson, and Skroban (1996) Lipsey's (1992) extensive meta-analysis of prevention and treatment programs also found that programs delivered by researchers were more effective than those delivered by the typical practitioner, presumably because researchers attended more to issues of strength and integrity of program implementation. Tobler's (1992) The school also suffered from weak leadership at the district and school levels. The superintendent and assistant superintendent who supported the planning for the project left the district, and the task force, which had symbolized reform for the district, was disbanded. The supervisor of middle school position that had served as a link between the school and district in prior successful projects was eliminated. During the period from the inception of the project to its end, Bradley had three principals and three assistant principals. Except for the assistant principal who participated in the initial 331 planning of the project but who left the school before it began, none of the subsequent administrators assigned to the school provided strong leadership for the school or the project. In the absence of a strong leader to guide the school through a period of demographic instability, this instability seems to have overwhelmed both the school and the program.
General organizational incapacity also limited the potential of the program. Gottfredson et al. (1997) (Berman and McLaughlin 1978; Gottfredson, Gottfredson, and Cook 1983; Grant and Capell 1983; Hall and Loucks 1977; Johnson, Bird, and Little 1979; Sarason 1971 reported that the amount of the LST program material covered by teachers ranged from 44% to 83%. When the experimental sample was divided into high implementation (with a mean completion rate of 78%) and low implementation (mean of 56%), positive effects of the program were found to be due only to the high-implementation group. In a third study ), the amount of material covered ranged from 27% to 97%, with only 75% of the students in either experimental condition being exposed to 60% or more of the material. Again, the level of implementation was strongly related to the effectiveness of the program. (Ringwalt et al. 1994 ). Silvia and Thorne (1997) Gottfredson, Gottfredson, and Skroban (1996) reported similar data for the first 2 years of the project. We showed that the 1991-1992 school year was largely a start-up year for the project, involving planning and a minimal amount of teacher training. The 
